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Abstract 
The New York State Education Department (NYSED) adopted a set of three standards for social and 
emotional learning (SEL) in August 2018. In doing so, they have paved the way for explicit instruction 
in and assessment of 21st-century skills. The three-goal framework selected by NYSED (2018) is 
modeled after the five competencies of the Collaborative for Academic, Social, and Emotional Learning 
(CASEL, 2018). The authors are overjoyed by this movement to promote dual objective learning 
(Vermette & Kline, 2017) targeting affective and cognitive goals, but are hesitant to use the CASEL 
(2018) framework for such SEL standards. Prior to NYSED’s (2018) adoption of the new standards, 
the authors championed the use of Costa and Kallick’s 16 Habits of Mind (2000) as the best 
dispositional framework. Now, however, the authors argue that cross-walking the Habits of Mind 
(Costa & Kallick, 2000) to the CASEL (2018) competencies unlocks previously untapped potentials 
of both frameworks. This article outlines how such an overlap between the frameworks can be 
achieved, and proposes how the Habits of Mind (Costa & Kallick, 2000) can be directly used by the 
students as evidence of their development of the competencies.  
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In August of 2018, the New York State Education Department (NYSED) took a landmark step in 
advancing its commitment to educating the whole child by adopting social and emotional learning 
(SEL) standards and creating useful benchmarks to help clarify assessment expectations. Research has 
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shown that in order for students to be successful in the careers of today and tomorrow explicit 
instruction in 21st-century skills, such as critical thinking, grit, and teamwork, must be provided in our 
schools (Costa & Kallick, 2014; Duckworth, 2016; Tough, 2016). Jagers, Harris, and Skoog (2015) 
claimed that SEL competencies could predict achievement measurements like grade point averages and 
test scores, and in fact many studies have shown that social and emotional learning improves cognitive 
gains (Durlak, Weissberg, Dymnicki, Taylor, & Schellinger, 2011; Farrington et al., 2012; Steinberg, 
2014). A meta-analysis by Durlak et al. (2011) found an 11-percentile gain in academic performance 
for students who participated in SEL programs. Additionally, Steinberg (2014) further noted that 
effective SEL programs have been shown to improve students’ self-regulation abilities which in turn led 
to improved grades. Finally, Farrington et al. (2012) found that culturing positive mindsets increased 
engagement and persistence, which increased student performance. Because of the cognitive and 
affective gains associated with SEL programs, Author 1, a middle school science teacher, and Author 2, 
a professor of education, both believe that every lesson should be taught with a dual objective including 
an affective and cognitive goal (Vermette & Kline, 2017). In their work, Dispositions, Costa and Kallick 
(2014) argue that of greater importance than the set of SEL standards chosen is the method of 
implementation and assessment. For their part, NYSED has selected the Collaborative for Academic, 
Social, and Emotional Learning (CASEL) framework of five competencies (2018). NYSED (2018) 
has combined the five competencies into the following three goals. 
1. Develop self-awareness and self-management skills essential to success in school and life. 
2. Use social awareness and interpersonal skills to establish and maintain positive relationships. 
3. Demonstrate ethical decision-making skills and responsible behaviors in personal, school, and 
community contexts.  
These are quite clearly derived from CASEL’s (2018) five competencies of (1) self-awareness, (2) 
self-management, (3) social awareness, (4) relationship skills, and (5) responsible decision-making. 
While the authors agree with Costa and Kallick’s (2014) premise that any SEL model is better than a 
lack thereof, the authors further argue that Costa and Kallick’s 16 Habits of Mind (2000) is a superior 
set of dispositions particularly as applied to the middle level classroom. Teachers need not sacrifice one 
model for another, however, as the Habits of Mind (Costa & Kallick, 2000) intertwine beautifully with 
the five competencies of CASEL (2018). The authors see the Habits of Mind (Costa & Kallick, 2000) 
as the language used with and by the students, as evidence of the CASEL (2018) competencies. In this 
article, the authors describe how the 16 Habits of Mind (Costa & Kallick, 2000) can be mapped to the 
five competencies, simplifying identification and classroom implementation, and the authors propose a 
method of assessment for this model.  
CASEL (2018) color codes its five competencies to suggest a relationship between them. The first 
and second are coded together as pertaining to self (self-awareness and self-management), while the 
third and fourth relate to others (social awareness and relationship skills), and the fifth derives from the 
first four (responsible decision-making). In keeping with this model, the authors view the competencies 
as a flow chart with the Habits of Mind (Costa & Kallick, 2000) as supporting features (Figure 1). For 
each competency, the authors have identified a key habit of mind (bolded text) and at least one 
supporting habit of mind (Figure 1).  
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Figure 1. Mapping the 16 Habits of Mind (Costa & Kallick, 2000) to the five competencies of 
CASEL (2018). Each competency has a key habit of mind (bolded text) and at least one supporting habit 
of mind. 
 
CASEL (2018) defines its first competency, self-awareness, as “the ability to accurately recognize 
one’s own emotions, thoughts, and values and how they influence behavior” (CASEL, 2018). 
Underneath this competency, the supporting criteria listed by CASEL include “identifying emotions, 
accurate self-perception, recognizing strengths, self-confidence, and self-efficacy” (CASEL, 2018).  
Based on this interpretation of self-awareness, the authors are confident that the fifth habit of mind, 
metacognition, belongs under this competency and as such identify this as the key habit relating to the 
first competency. Students cannot recognize their own thoughts if they are not thinking about their 
thinking. The authors also have placed the sixteenth habit, remaining open to continuous learning, as a 
supporting habit under self-awareness as this habit suggests learning as a value, and one must be aware 
of one’s own value system.  
The second competency of self-management is defined by CASEL (2018) as “the ability to 
successfully regulate one’s emotions, thoughts, and behaviors in different situations – effectively 
managing stress, controlling impulses, and motivating oneself.” The sub-components of this competency 
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are listed as “impulse control, stress management, self-discipline, self-motivation, goal-setting, and 
organizational skills.” Naturally, the second habit of mind belongs in this group as its name is in the 
definition (managing impulsivity). Because of this overlap, the authors see the second habit of mind as 
the essential key habit for this competency. If one thinks of the second competency as an extension of 
the first, where the first is recognizing one’s thoughts and emotions and the second is regulating and 
acting on these, then one finds that the first habit of mind, persisting, is a supporting habit in this group. 
Persistence can happen when one recognizes one’s own frustration and then acts on this by continuing 
with the frustrating task. It can also happen when one returns to a task showing prolonged commitment. 
Furthermore, the sixth habit of mind, striving for accuracy, also belongs here, because striving to do 
one’s best is an action that results from knowing one’s own strengths. Finally, the authors place the 
seventh habit of mind, questioning and problem posing in this group, because the authors see this as the 
action that results from recognizing one’s confusion and/or uncertainty and that could feed the 
motivating disposition of student curiosity (Leslie, 2014).  
The third competency of social awareness is defined as “the ability to take the perspective of and 
empathize with others, including those from diverse backgrounds and cultures. The ability to 
understand social and ethical norms for behavior and to recognize family, school, and community 
resources and supports” (CASEL, 2018). The corresponding sub-competencies are “perspective-
taking, empathy, appreciating diversity, and respect for others” (CASEL, 2018).  Again, the authors 
view the third and fourth competencies as being intricately connected where the third describes 
recognition of social situations and the fourth addresses the appropriate actions in these situations. 
Based on this, the authors have placed the tenth habit of mind, gather data through all senses, under the 
third competency. Gathering data through the senses requires awareness of one’s situation including the 
physical environment and social and emotional cues. The authors also placed the twelfth habit of mind, 
responding with wonderment and awe, into this group because this is a positive way of interpreting new 
and diverse situations and experiences. The authors have chosen to identify the twelfth habit as the key 
habit of mind for the third competency as it is a more critical component to an SEL program. While 
gathering data is a common task in many classrooms, this highly cognitive process may not transition 
into social awareness without using the positive lens of interpretation called for when one responds with 
wonderment and awe.  
Relationship skills, the fourth competency, are defined as “the ability to establish and maintain 
healthy and rewarding relationships with diverse individuals and groups. The ability to communicate 
clearly, listen well, cooperate with others, resist inappropriate social pressure, negotiate conflict 
constructively, and seek and offer help when needed” (CASEL, 2018). The underlying sub-
competencies are “communication, social engagement, relationship-building, and teamwork” (CASEL, 
2018). At first glance, it may have seemed that the third habit of mind, listening with understanding and 
empathy belonged under social awareness, but the authors advocate for its placement as the key habit of 
mind in this fourth group because listening and empathizing are both verbs that imply action to be taken 
in a social situation. Furthermore, the authors place the ninth habit of mind, thinking and communicating 
with clarity and precision, in this group as a support. Communication is part of the list of sub-
competencies and naturally results from active listening. Finally, the authors find that the fifteenth habit 
of mind, thinking interdependently, belongs in this group because this implies using teamwork skills to 
build effective, healthy relationships in diverse groups.  
Finally, the fifth competency of responsible decision-making is defined as “the ability to make 
constructive choices about personal behavior and social interactions based on ethical standards, safety 
concerns, and social norms” (CASEL, 2018. The sub-competencies are “identifying problems, 
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analyzing situations, solving problems, evaluating, reflecting, and ethical responsibility” (CASEL, 
2018). Unquestionably, the authors have placed the thirteenth habit of mind, taking responsible risks, as 
the key habit here as this requires skilled decision-making. The authors see the fifth competency as 
deriving from the first four. Therefore, once an individual can recognize their own thoughts and 
emotions, as well as social cues, and knows how to act on these recognitions, the individual must then 
make responsible decisions. As such, the authors place the fourth habit of mind, thinking flexibly into 
this group. In order to make wise decisions, one must be able to analyze problems from multiple angles 
and perspectives. The authors also suggest that the eighth habit of mind, applying past knowledge to 
new situations, applies here as one can use one’s own background knowledge when approaching a new 
situation. The authors find that creating, imagining, and innovating, the eleventh habit, belongs here as 
such actions need to be responsibly enacted. Finally, the authors have placed the fourteenth habit of 
mind, finding humor, into this group as well because one must responsibly find humor so as not to 
offend others or put oneself down.  
 
Selection of Two Critical Habits of Mind 
 
The authors would like to briefly mention that they find two Habits of Mind (Costa & Kallick, 2000) to 
be most imperative in an SEL framework, especially in the middle school classroom. The authors argue 
that the second and third habits, managing impulsivity and listening with understanding and empathy, 
respectively, are the two most important Habits of Mind (Costa & Kallick, 2000). While they 
acknowledge all 16 Habits of Mind (Costa & Kallick, 2000) are critical and should be explicitly taught 
to students, the authors have found a deep connection between the second and third habits that they 
suggest serves as the cornerstone for all dispositional learning. The authors see listening as a component 
of managing impulsivity. Fully managing one’s impulses requires being able to do so automatically 
without much thought. Therefore, a student who is improving on this habit may be able to hold his/her 
tongue while another is speaking, but may find that he/she needs to devote so much mental energy 
toward impulse management that he/she reaches cognitive overload without actually listening to the 
other speaker while waiting his/her turn. By contrast, a student excelling in the second habit can easily 
refrain from speaking while another is talking because he/she is so actively listening that he/she is not 
thinking about his/her own response. Because of this overlap, the authors see these two habits as 
mutually reinforcing and as developing simultaneously. The authors suggest that these habits should be 
promoted and developed first as they open the doors to learning the other 14. Without being able to 
truly listen actively (thereby managing impulses in the process), how can one succeed in learning other 
skills or content? Furthermore, listening and empathizing are foundational requirements for successful 
interactions in groups. As most Habits of Mind (Costa & Kallick, 2000) can and should be developed 
through well-structured cooperative learning group experiences (Vermette & Kline, 2017), students 
must be taught how to listen and empathize before they can be expected to work interdependently 
toward all other affective goals.  
 
Benefits of Using the Proposed Crosswalk of SEL Frameworks 
 
The first benefit of using the Habits of Mind (Costa & Kallick, 2000) is that the language of this 
framework is more accessible to students than that of the CASEL (2018) competencies and its 
repackaging as the NYSED (2018) three goals. Brackett (2018) has stressed the importance of 
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nuanced vocabulary as part of the RULER method for teaching emotional regulation skills. Brackett, 
Rivers, Reyes, and Salovey (2012) furthermore noted that explicit instruction in SEL is necessary for 
students to become proficient in these skills. Therefore, in order for students to metacognitively 
recognize and identify their use of social and emotional skills, the vocabulary of the SEL program needs 
to be accessible to the students. The CASEL (2018) competencies and NYSED (2018) goals do not 
have easily accessible language for students, especially those at the middle level. For example, when one 
looks at the second goal “use social awareness and interpersonal skills to establish and maintain positive 
relationships,” it is difficult to simply describe what this looks like, sounds like, or feels like. Instead, 
middle level students can easily break down ideas such as “listening,” “understanding,” and 
“communicating,” which is the language of some of the corresponding Habits of Mind (Costa & Kallick, 
2000). In Author 1’s seventh-grade science classroom, the 16 Habits of Mind (Costa & Kallick, 2000) 
are displayed with corresponding “I can” statements (Zachek, n.d.). These “I can” statements make the 
habit clear to students and provide examples of how students can exemplify the habit. For example, 
beneath Managing Impulsivity, students find the phrase “I can take my time.” This helps cue students to 
practice the disposition and to reflect on their use of the dispositions in their writing. Because of this, in 
Figure 2, the authors have redefined their conceptual map to show the five competencies with their own 
“I can” statements representing the corresponding Habits of Mind (Costa & Kallick, 2000). As it was in 
Figure 1, the key habit of mind for each competency is bolded. Please note that the authors suggested 
that the 16th habit of mind, remaining open to continuous learning, belongs under the first competency 
as it implies learning is a value and one’s values are part of one’s social awareness. However, the authors 
wish to emphasize that the Habits of Mind (Costa & Kallick, 2000) are cognitive tendencies and not 
just student beliefs. As such, the authors have carefully constructed the “I can” statement for this habit 
(Figure 2) to reflect the integration of the growth mindset (Dweck, 2008) into one’s understanding of 
one’s own learning. The authors propose that students who understand the physiological changes 
learning has on their brains are more likely to be open to learning diverse concepts throughout their 
lifetimes.  
A second benefit of using the Habits of Mind (Costa & Kallick, 2000) mapped to CASEL (2018) is 
in the development of assessments by teachers and students. A teacher’s assessment of a student’s SEL 
should align with the SEL framework explicitly taught. Again, the authors echo the sentiment of 
Duckworth and Yeager (2015) and acknowledge that individual teachers are certainly capable of 
determining the dispositional framework that best meets the needs of their students. Teachers must then 
build assessments in alignment with the dispositions of their choice. Using the student-friendly language 
of the Habits of Mind (Costa & Kallick, 2000) makes the assessment language familiar, accessible, and 
understandable. Schwartz, Tsang, and Blair (2016) noted the importance of feedback in all forms of 
learning. They also note that feedback must be specific, timely, understandable, non-threatening, and 
revisable. They point out that feedback shows learners the discrepancy between their idea, action, or 
behavior and the desired one (Schwartz, Tsang, and Blair, 2016). Just as teachers use feedback to help 
students grow cognitively, teachers must provide feedback to students to help them grow socially and 
emotionally. Such feedback can only be given if teachers take the time to assess students’ progress 
according to a social and emotional framework. To start with the three goals (NYSED, 2018) is to give 
students a broad challenge with an obscure path for achieving success (and no clear method of 
assessing).  
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Figure 2. Using “I can” statements to represent the Habits of Mind (Costa & Kallick, 2000) that 
correspond to each CASEL (2018) competency.  The key habit of mind in each competency is shown 
in bolded text. 
 
Similarly, using the five CASEL (2018) competencies with 25 sub-competencies is an unworkable 
number of criteria for assessment. Instead, starting with the Habits of Mind (Costa & Kallick, 2000) 
provides students with a road map to building affective skills. The authors argue for the creation of a 
rubric aligned to each habit, like those shown in Figures 3 and 4 for the second and third habits. The 
authors have developed these rubrics in conjunction with the “I can” statements they’ve chosen to 
support their SEL model. Of course, teachers could and should adapt these rubrics to meet the needs of 
their students. Duckworth and Yeager (2015) suggest that this autonomy for the individual classroom 
teacher is imperative as a top-down approach from the state or other higher department would not be 
tailored to the specific students in each unique classroom. The authors would like to note, however, they 
have carefully titled the last column “not yet demonstrating” in an effort to promote a growth mindset 
(Dweck, 2008). Assessments such as the rubrics in Figures 3 and 4 give students a clear outline of what 
skills are being assessed. This allows students to visualize the habits as separate skills, which therefore 
chunks the state SEL goals into manageable tasks. For example, if a student is working on managing 
impulsivity and is shown the rubric in Figure 3 (either to self-assess, or to be assessed on by a teacher), 
the student can easily recognize the three component skills of the habit that he/she is expected to 
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display. Students could even be asked to build their own rubrics, effectively setting their own goals, for 
each habit.  
 
 
 
Figure 3. Example rubric students can use to self-assess their proficiency with Habit of Mind #2, 
Managing Impulsivity from the 16 Habits of Mind (Costa & Kallick, 2000). 
 
The third and final benefit of mapping the Habits of Mind (Costa & Kallick, 2000) to CASEL 
(2018) is in the teacher’s and student’s ability to monitor progress and development of these social and 
emotional skills. Naturally, this follows from the use of the assessments described above. Once feedback 
is provided from the assessments, students should be expected to use this feedback to improve. The 
teacher (and students) can then use evidence from the Habits of Mind (Costa & Kallick, 2000) 
assessments to track a student’s progress on the three NYSED (2018) goals. When the language and the 
goals are accessible to students, the students can then be empowered to monitor their own progress. 
They can set their own goals and measure their own success. Setting one’s own goals increases one’s 
motivation to complete a task as the choice of goal offers student’s an aspect of control (National 
Academies of Sciences, Engineering, and Medicine, 2018). This aligns perfectly with self-determination  
theory because choice, or autonomy, has been shown to increase motivation (Ryan & Deci, 2000). The 
National Academies of Sciences, Engineering, and Medicine (2018) also reported that learners are 
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more likely to persist and take on challenges if they feel a sense of control in the learning environment. 
Students can be asked to choose a habit of mind that they struggle with and would like to improve on. 
They can then develop a plan for achieving this goal. For example, “I will improve on listening with 
understanding and empathy by listening to my teammates’ ideas and not insisting that I get my own 
way.” The authors note that improving students’ self-efficacy has been shown to increase their 
motivation to achieve such goals (Pajares, 1996). Research has also shown that people are more likely 
to achieve their goals if they develop a plan for reaching them. Steinberg (2014) noted that students 
who were encouraged to use a program called Mental Contrasting with Implementation Intentions 
(MCII) had greater improvement in their grades, attendance, and school conduct. The MCII program 
teaches students how to set their own goals and make a plan for achieving these goals that considers 
potential obstacles ahead of time. The authors argue that this MCII approach could also be used to help 
students set and achieve their own social and emotional goals and that this would be most effective using 
the language of the Habits of Mind (Costa & Kallick, 2000) as opposed to the CASEL (2018) 
competencies.   
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
 
Figure 4. Example rubric students can use to self-assess their proficiency with Habit of Mind #3, 
Listening with Understanding and Empathy from the 16 Habits of Mind (Costa & Kallick, 2000).  
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Because the Habits of Mind (Costa & Kallick, 2000) chunk social and emotional learning into 
specific tasks and specific goals, teachers can identify specific strengths and weaknesses for each 
student. By grouping the Habits of Mind (Costa & Kallick, 2000) into the CASEL (2018) 
competencies, teachers can encourage students to practice a diverse array of affective skills by 
challenging students to work on habits from different competencies. While these groupings could be 
shown to students like the models in Figures 1 or 2, the authors do not feel this is necessary as the 
additional layer may add confusion. Furthermore, students will not necessarily benefit from seeing the 
habits in such groups. The authors suggest that keeping the habits separate for the students encourages 
them to strive to achieve each one. Author 1 and her collaborative teaching partner are in the process of 
developing a badge system for the Habits of Mind (Costa & Kallick, 2000) that will allow students to 
visualize their SEL development through a form of gamification. Students will earn badges for 
completing components of each habit in order to eventually earn a badge for the habit as a whole. For 
example, to earn the “persistence” badge, students first need to earn badges for “overcoming a difficult 
task”, “setting and sticking with a goal” and “staying focused”. Badges could then be linked to the 
CASEL (2018) competencies or NYSED (2018) three goals without using their language in the 
classroom. Therefore, achieving badges for Habits 5 and 16 could unlock the badge or level for “self-
awareness.” Students could see this larger level simply as an overarching title without needing explicit 
instruction in this additional dispositional framework. One point of consideration that Author 1 and her 
partner are also developing is the importance of students seeing the Habits of Mind (Costa & Kallick, 
2000) as a continual process. They do not want students to view a badge as something they achieve 
once and then never use again. They feel that having multiple pieces to unlock before earning a habit will 
help (these are the “I can” statements). Additionally, they plan to reset the badge system at various 
points, perhaps each marking period, so that students are challenged to re-achieve previous badges.  
Implementing the Habits of Mind (Costa & Kallick, 2000) via the crosswalk with the CASEL 
(2018) competencies described above can easily be done by the classroom teacher. Author 1 plans to 
implement this crosswalk in a specific format, but in keeping with Duckworth and Yeager (2015) the 
authors recognize that no one-size fits all implementation plan will work for all teachers, and each 
teacher should carefully select his/her set of dispositions and implementation framework. Author 1 is 
currently developing and field-testing rubrics like those in Figures 3 and 4 for each of the sixteen Habits 
of Mind (Costa & Kallick, 2000). In the beginning of the school year, she will use these as exit slips, but 
will require all students to complete the same rubric on any given day. In this way she can systematically 
introduce students to all sixteen habits and rubrics. In the middle of the year, she will begin introducing 
choice of rubrics. Consistent with Glasser (1999), Author 1 finds that offering students’ choice in 
which Habit of Mind (Cota & Kallick, 2000) they’d like to work on increases motivation. She 
commonly introduces this during modeling activities, challenging struggling students to work on 
persisting while encouraging excelling students to work on managing impulsivity. As the year 
progresses, Author 1 will increase the number of choices of rubrics available to students. By June, as 
students embark on a final project-based learning unit, students will set their own goals and complete 
any of the sixteen rubrics as a component of their projects. Some readers may find this implementation 
plan parallels Fisher and Frey’s (2013) gradual release model, but the authors prefer to echo Hattie 
(2012) by noting the importance of releasing control and opening greater choice to students as the year 
progresses. Additionally, please note that unlike the gradual release model and behaviorist practices 
(Fisher and Frey, 2013), students will start using these rubrics on their own after having completed a 
common experience (the corresponding science lesson) and as such this process starts with the students 
actively doing something, rather than with the teacher modeling something.  
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Conclusion 
 
The authors are elated at the New York State Education Department’s decision to adopt social and 
emotional learning standards. The authors recognize the growing research base that shows explicit 
instruction in affective skills results in cognitive gains for students (Durlak et al., 2011; Farrington et al., 
2012; Jagers, Harris, & Skoog, 2015; Steinberg, 2014). In fact, students are seeking more social and 
emotional learning experiences and acknowledge that they feel these programs help them to do better 
academically (DePaoli, Atwell, Bridgeland, & Shriver, 2018). Although the authors appreciate 
NYSED’s (2018) adoption of SEL standards, the authors are concerned that their adaptation of the 
CASEL (2018) five competencies into the NYSED (2018) three goals represents an inaccessible 
framework for students with difficult language and generalized ideas. In their 2017 book, Vermette and 
Kline offer a series of plausible taxonomies for use in guiding the creation of learning targets on the 
affective side. There are many that fall under the pejorative term “soft skills” and they overlap and 
complement each other. As already mentioned, CASEL (2018)’s five competencies became the set of 
choice by NYSED in August 2018, but others, such as “the seven Habits of highly effective people” 
(Covey, 1989), the “formative five” (Hoerr, 2016), and the so-called “big five” personality traits (that 
have been adopted by ACT [2019] as they prepare a standardized paper and pencil measure), have 
their supporters. Given the variety and conceptual flexibility of these alternatives, the authors settled on 
the Habits of Mind (Costa & Kallick, 2000). Alhamlan, Aljasser, Amansour, and Alahmad (2018) 
showed great respect for this framework in their literature review and promoted a systematized use of 
the Habits of Mind (Costa & Kallick, 2000) in conjunction with cognitive learning. The authors 
support the use of the Habits of Mind (Costa & Kallick, 2000) because they find that the habits 
represent accessible language, particularly for middle level students, and such language allows for 
students to be self-directed learners of their own affective skills. The authors also suggest that this 
student-friendly language allows for clearer teacher and student-developed assessments. Fortunately, 
the authors find that mapping the Habits of Mind (Costa & Kallick, 2000) to the CASEL (2018) 
competencies unlocks previously untapped potential of each framework and provides the best model 
for implementation and assessment of SEL standards. By interweaving the two models, the authors 
suggest that teachers can better progress monitor their students by helping them to set clear goals.  
The crosswalk of frameworks that the authors propose here has vast implications for teachers, 
teacher education programs, researchers and students. For teachers, the authors find that their model 
represents a “ready-to-implement” program of social and emotional learning. Steinberg (2014) found 
that effective SEL programs are sequenced, active, focused, and explicit. Using this model that 
crosswalks the Habits of Mind (Costa & Kallick, 2000) with CASEL (2018)’s five competencies 
suggests a sequence of skill-building, while providing flexibility in order as well. While the authors 
argued the importance of beginning with the second and third habits, the authors acknowledge that each 
student has his/her unique social and emotional learning needs. The authors propose that their model is 
active, as the student-friendly language empowers students to take an active role in their own SEL 
assessment and management. This model is focused as it reduces CASEL (2018)’s five competencies 
with 25 sub-competencies to the more workable number of 16 skills. Finally, the authors agree with 
Steinberg (2014) and Brackett et al. (2012) and suggest explicit instruction of social and emotional 
learning. The authors envision teachers and students discussing social and emotional learning through 
the use of this model during content lessons in the format of the dual objective promoted by Vermette 
and Kline (2017). Therefore, the authors see their crosswalk as fitting the requirements of an effective 
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SEL program as defined by Steinberg (2014) and as such see the model as having great implications for 
teachers looking to incorporate NYSED’s (2018) new SEL standards into their classrooms. 
The authors also find that this model has great implications for teacher education programs. Since 
NYSED’s (2018) adoption of SEL standards in August of 2018, one should assume that teacher 
education programs will look to prepare their students to teach these standards just as they have been 
preparing teacher candidates to teach content standards. However, the authors acknowledge that 
encouraging social and emotional learning is becoming more difficult. Borba (2018) describes an 
empathy crisis in which American teens are 40% less empathetic than they were thirty years ago, noting 
that today’s students are more competitive, individualistic, and stressed than those of the past. It would 
seem that solutions to this problem must begin in our teacher education programs so that teacher 
candidates are equipped to meet the needs of current students. The authors champion the teaching of 
the dual objective model to teacher candidates (Vermette & Kline, 2017) and view their model 
proposed here as a natural extension of its implementation.  
Finally, the authors see this model as having implications for researchers. Author 1 has employed 
this crosswalk in her own middle school classroom and has been conducting action research on it. From 
this, she has noticed the importance of language accessibility. While Author 1 finds that throughout the 
school year students can master the language of all sixteen habits, she notes that early in the year 
students shy away from discussing habits that they don’t quite understand. At the start of the year, given 
the choice to describe a habit of mind that they succeeded with on a project, her seventh-grade science 
students are much more likely to write about persistence, or striving for accuracy, than they are to 
choose thinking about your thinking (metacognition) or managing impulsivity. She finds that students 
don’t come with a concept of metacognition or impulsivity, but that the use of clear “I can” statements 
(Zachek, n.d.) and explicit instruction (as promoted by Steinberg, 2014 and Brackett et al., 2012) 
enables students to conceptualize these habits in her class. Of course, the authors would love to see more 
research be done on the model proposed as they understand the limitations of action research.  
The authors could not agree more with Costa and Kallick’s (2014) call for all schools to implement 
some form of a dispositional framework, and are pleased with NYSED’s (2018) adoption of three SEL 
goals. However, the authors do not support the explicit use of these goals or the CASEL (2018) 
competencies on which they are built as the authors find them to be vague and inaccessible to students, 
especially those at the middle level. The authors support the use of the dual objective (Vermette & 
Kline, 2017) that enables teachers to set cognitive and affective goals for each lesson. The authors 
further propose that using the Habits of Mind (Costa & Kallick, 2000) as they are mapped here to the 
CASEL (2018) five competencies best equips teachers to explicitly develop their students’ 21st-
century skills and their cognitive abilities.  
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